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Abstract 
The purpose of this paper is to propose and validation a program for development of methodological competences in 
beginning teachers. In order to undertake the research there were established next objectives: elaborating, validating 
and pre-testing the instruments for experimental model; the final evaluation of methodological competences; 
establishing the formative activities for competences development and the final evaluation of methodological 
competences. In our research there are utilized the psycho-pedagogical experiment and statistical methods. The 
statistical data of experimental research indicate significant differences between the results obtained by beginning 
teachers at the evaluation tests of final stage, compared with those obtained in the initial stage. The research results 
contribute to highlighting the role of the training strategies on the development of methodological competences in 
beginning teachers.* 
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1. Introduction ± Contemporary approaches to the development of competences in beginning teachers 
The approaches to professional competences development in novice teachers are central to a high quality 
education of teachers who are expected to successfully integrate themselves into the educational system. According 
to the findings of an international report (Barber and Mourshed, 2007), the quality of an educational system cannot 
exceed the quality of its teachers. Competent teachers can guarantee the success of any educational system. 
According to Brown (2007), teachers can be agents of transition, transition from competition to cooperation, from 
weakness to strength, leading students to greater success. In a policy paper on the quality of teachers issued by the 
Association for Teacher Education in Europe (ATEE 2006WHDFKLQJLVVHHQDV³DSURIHVVLRQWKDWHQWDLOVUHIOHFWLYH
thinking, continuing professional development, autonomy, responsibility, creativity, research and personal 
judgements. Indicators that identify the qualit\RIWHDFKHUVVKRXOGUHIOHFWWKHVHYDOXHVDQGDWWULEXWHV´ 
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In the theoretical part of this study we will present an actual approach to professional competence in beginning 
teachers. On the one hand, we will review the key concepts and their correlation to the development of 
methodological competences in beginning teachers and, on the other hand, I will present the latest research in this 
field. 
 
 a. Beginning teachers 
 Novice teachers, beginning teachers, neophytes, and pre-service teachers are depicted in many studies that focus 
on teachers who have difficulties dealing with their tasks at work (Kim & Roth, 2011). Generally, the term novice 
teacher is defined as a teacher with less than five years of teaching experience. Wolf, Pasch and Enz (2000) present 
a six-phase model of teacher career growth, yet still including pre-service and beginning teachers in the initial phase 
termed novice teacher. After university graduation and commencement of paid employment, novice teachers 
experience a ritual that allows them entry into a culturally shaped and culturally legitimated world (Elbaz, 1991). 
Berman (1994, p. 55) suggests that: “The process of becoming a teacher is an experience analogous to the process of 
becoming an accepted member of a culture, where by standards and behaviours are passed on from some members 
of the teaching fraternity to neophyte teachers.” 
According to beginning teacher developmental theories, the concerns of novice teachers are quite different from 
the concerns of experienced teachers. Kim and Roth, 2011 observe that the experienced teachers are more focused 
on long term professional tasks, whereas the concerns of novice teachers are driven more by emotion and their short 
term survival in the work context. Although the first year of teaching is often viewed as an extension of pre-service 
experience, beginning teachers are identified as having significantly different contextual needs from both student 
teachers and experienced practitioners (Huntly, 2003). 
A review of the literature on beginning teachers reveals several identifiable characteristics that are shared by 
this particular group of practitioners. Several authors (Colley, 2002; Gidwitz & Wish, 2001; Herbert & Ramsay, 
2004; Luekens, Lyter, & Fox, 2004) note that beginning teachers with less than five years experience have a high 
rate of turnover. From these studies, one can surmise that novice teachers face many challenges in their work 
context within their first five years. At the international level (Barber, 1995), the teacher education programme 
consists of three phases: pre-service training, given before the teacher begins to teach; induction, given during the 
teacher’s initial teaching experience and in-service training, given as the need arises throughout the teacher’s career. 
In Romania, the context for the present study, beginning teachers are considered registered only after their first year 
of full time employment. We should mention the fact that teacher training in Romania is now in the process of 
restructuring due to the 2011 modifications of the National Education Law. Currently, there are two teacher training 
programs in Romania (Velea and Istrate, 2011): the pre-service training, that is provided by various institutions for 
primary/ pre-primary and secondary teachers and the in-service training that follows the two types, one related to the 
itinerary of the teaching career (the definitive degree - “on-the-job confirmation”, didactic degree II, didactic degree 
I) and one concerning other situations. We find that there is no specific training stage for beginning teachers in 
Romania. 
The first year of teaching has been recognised as a crucial period in the professional lives of teachers because it 
contributes to the foundation of future professional development (Geva-May and Dori, 1996). During the early 
period of their teaching experience, beginning teachers have a preoccupation with establishing control over the 
learning environment. In the initial months of full time employment, novice teachers consider that effective 
disciplinary strategies take priority over other strategies. Beginning teachers also spend significant amounts of time 
in the acquisition of knowledge about their pupils. Novice teachers typically struggle to sort through all of the new 
information they face early in their job tenure, and they can experience disconnects between their prior knowledge 
and the pressing problems of their work reality.  Kagan (1992) even goes so far as to suggest that beginning teachers 
require an initial period of teaching service so that they might validate themselves in this role.  
 
b. Methodological competences 
Dilmac (2009) claims that teachers need the possession of certain characteristics if they want to be successful 
and Hamdan, Ghafar, and Li (2010) hold that some of these characteristics can be competences and standards that 
might even go beyond the standards and principles which are accepted worldwide. At the international level, the 
educational bodies are involved in the complex process of developing a nationally recognised set of professional 
standards for teachers (Connecticut - Streifer, P.A., Iwanicki, E.F., 1985; Australia - Board of Teacher Registration, 
2002). Huntly (2004) considers that “there is little doubt that universal agreement of the composition of such 
standards is virtually impossible and that a reliable and recognised set of performance indicators continues to elude 
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members of the teaching profession”. Despite these difficulties, there are concerns for the establishment of teachers’ 
competences. One of the aims of such a study (Malm 2005) was to examine how teacher educators and student 
teachers describe/ define teacher competences and if and how courses in teacher education are directed towards the 
development of personal and professional competences. Content analysis resulted in 12 qualitatively different 
categories: communication skills; democratic views; developing children’s self confidence and personality; didactic 
competence; intellectual capacities; leadership qualities; organisation of the learning environment; personal 
competence; social competence; subject knowledge; teacher professionalism and teaching skills. The professional 
competences of teachers represent an integrated and functional ensemble of knowledge, skills, professional 
capacities and attitudes used effectively for the successful implementation of the professional roles. 
The issue regarding the teacher’s competence development has been studied at different stages: student-
teachers, beginning teachers and experienced teachers. “When it comes to defining teacher competence, the voice of 
the teaching novice remains unheard” (Elbaz, 1991). 
Huntly (2003) identified six categories for describing the beginning teachers’ ways of conceiving teaching 
competence: 
x Beginning teacher competence is being “well prepared”: A competent beginning teacher is responsible for 
thorough planning and classroom organisation. 
x Beginning teacher competence is having a sound “knowledge base”: A competent beginning teacher uses a 
sound knowledge base to facilitate learning. 
x Beginning teacher competence is “being in control”: A competent beginning teacher utilizes a range of 
appropriate behaviour management strategies to control the learning environment. 
x Beginning teacher competence is “creating networks and partnerships”: A competent beginning teacher is 
capable of effective communication with a range of school stakeholders. 
x Beginning teacher competence is “becoming a professional”: A competent beginning teacher maintains an 
image of professionalism. 
x Beginning teacher competence is “becoming self-aware”: A competent beginning teacher is aware of 
himself/ herself as both person and teacher. 
The outcome space obtained by Huntly (2003) is presented as a map of the different ways in which the 
phenomenon of competence is experienced by beginning teachers (Figure 1). 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1: Outcome space of beginning teachers’ conceptions of competence (Huntly, 2003: 189) 
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The competences valued by beginning teachers involved in the study realized by Huntly (2003) are the 
following: lesson planning, classroom organization, behaviour management, curriculum knowledge. According to 
international educational policies (Developing coherent and system-wide induction programmes for beginning 
teachers: a handbook for policymakers, 2010, p. 17), the beginning teachers need three basic kinds of support: 
personal, social and professional. Professional support is aimed at developing the beginning teacher’s competences 
(in pedagogy, didactics, speciality etc).   
The framework of professional competences in Romania includes six categories of competences (CNFPIP, 
2003): methodological, communication and relationship, student assessment, psycho-social, technical and 
technological, career management. At a general level, the methodological competences are the following: 
- appropriate use of concepts and theories of the sciences of education (interdisciplinary approaches, general 
and specialty didactics, psychology, education philosophy, the new education in the “knowledge society”); 
- applying concepts and modern theories concerning the knowledge-building capacity; 
- design of instructional and educational contents; 
- appropriate organization of didactic activities adjusted to the dominant lesson type; 
- use of teaching methods and strategies closely related to the individual/ group particularities and the purpose 
or the type of lesson; 
- setting materials and teaching aids used in learning activities; 
- optimum use of space-time factors for the efficiency of the educational process; 
- manifestation of an innovative methodological conduct on the professional level; 
- achievement of instructional and educational activities. 
From the perspective of beginning teachers, the methodological competences translate into various behaviours 
in the teaching practice. These types of competencies are structured into five main domains, following the 
elaboration of the operational model of methodological competencies RIEHJLQQLQJWHDFKHUV0kĠă 
1. ensuring functionality of the educational process: 
1.1. combining the forms of education in the learning activity;  
1.2. ensuring the interaction between the components of education;  
1.3. complying with the exigencies of the didactic principles. 
2. being involved in the design of the curriculum: 
2.1. application of types of curriculum developed at the national level; 
DQDO\VLVDQGVHOHFWLRQRIFXUULFXODUGRFXPHQWVLQUHODWLRQWRVWXGHQWV¶LQWHUHVWV 
2.3. application of new modalities of contents organization. 
3. operating with the finalities of education: 
3.1. selecting general and specific competences in the school schedule;  
3.2. establishing the goals of the lesson based on general and specific objectives;  
3.3. formulation of the operational objectives for a lesson. 
4. using teaching strategies: 
4.1. applying methods of teaching and learning in formal and non-formal contexts; 
4.2. selection and realization of didactic instruments according to teaching and learning methods; 
4.3. organizing the students so as to achieve the goals of the lesson. 
5. realizing the teaching activity design: 
5.1. designing the formal didactic activity on four levels: annually, quarterly, for each learning unit, for each 
lesson; 
5.2. selecting the objectives, the content, the teaching-learning strategies, depending on the type of lesson; 
5.3. designing non-formal educational activities using various tools. 
According to Cherednichenko et al. (1997), the identification of methodological competences and the 
specification of standards are directly related to the current national effort of describing and establishing 
competency standards for teaching at both the level of beginning teacher and experienced practitioner. Therefore, 
the utilisation of the methodological competencies for the identification and analysis of learning and teaching is 
central to the development of an effective structure for teaching and learning. 
 
1.2. Innovative research in the field of development of competences at beginning teachers  
At the general level, there is educational research conducted in order to approach the different aspects related to 
novice teachers. In this section of our paper, the research will be structured according to several categories: 
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x studies focused on the identification of beginning teachers’ experiences or factors in terms of challenges, 
obstacles, efficacy, socialization etc. (Woolfolk Hoy, 2000; Gratch, A., 2001; Brunton, 2002; Boe et al., 
2006; Sarwar et al. 2010; Kim and Roth, 2011);  
x research in the domain of beginning teacher professional development (Cooke and Pang, 1991; Ginns et al., 
2001; Ezer et al., 2010; Watzke, 2007); 
x investigations focused on specific aspects of beginning teachers with different specializations: Mathematics 
(Dalgarno and Colgan, 2007); English (McCann, 2005; Penn-Edwards, 2010); Business Education (Wood, 
1999); 
x studies centred on aspects regarding beginning teachers mentoring (Wang, 2002; Barrera et al., 2010); 
x research concerning the induction policy and programmes (Indoshi, 2003; Langdon, 2007; Simatwa, 2010). 
Although much research has been conducted in relation to the experiences of beginning teachers, few, if any 
studies have specifically sought knowledge of beginning teachers’ conceptions of competence. Previous research on 
beginning teachers has focused on aspects such as developmental stage models, initial teaching concerns and 
internship processes. 
From the specific point of view, there is educational research conducted in order to approach the aspects 
regarding the beginning teacher’s competences development. Traditional research of teacher effectiveness tended to 
study only isolated dimensions of the performance of the teacher, with methods usually focusing on something other 
than thoughts and ideas related to the content of the teaching itself (Kroksmark, 1995). In Table 1, we will present a 
structured overview of the most representative and original research in this area. 
 
Table 1. Representative research in the development of competences in beginning teachers 
Authors Research aim Methodology Results  
 
Thompson 
(1998) 
identifying the personal 
qualities brought to the 
classroom by beginning 
teachers 
 
phenomenographic 
study 
The beginning teachers conceived of 
competence in terms of personality, self-esteem 
and effective communication skills. 
 
 
 
Wood 
(1999) 
determining the 
importance of the 
curriculum 
competencies for the 
successful performance 
of beginning secondary 
business teachers in 
Virginia 
 
the questionnaire, 
102 competencies in 
the 11 subject areas of 
business education 
Based on the finding that teachers in this study 
identified all competencies to be of average or 
above importance, one can conclude that all 
competencies in the National Standards for 
Business Education are perceived as important 
for beginning secondary business teachers in 
Virginia. 
 
 
Kemp et al. 
(2000) 
investigating the 
importance of 
technology 
competencies within 
these various standards 
 
Education 
Technology Survey – 
ETS for beginning 
teachers 
The results indicate that although many 
beginning teachers report that they can use, 
design and develop technology-supported 
instructional units for their subject areas, they 
were not trained to do so during their 
educational training. 
 
 
 
Huntly 
(2003) 
describing the beginning 
teachers’ view upon 
their own professional 
competence 
phenomenographic 
research,  
14 women and 4 men 
teaching in 
preschools, primary, 
secondary and special 
schools from 
Queensland 
- the form of the categories of description 
denoting the beginning teachers’ conceptions 
of their own teaching competence; 
- the way in which the categories of description 
can be described in terms of subject-object 
relationships; 
- discussion of the beginning teachers’ 
experiences concerning the appraisal process. 
 
 
Struyf, 
Adriaensens, 
Meynen 
(2011) 
the development and 
validation of an 
instrument that 
measures the basic skills 
of beginning teachers 
The construction and 
the validation took 
place in two stages, 
using data obtained 
from a survey on 
beginning secondary 
teachers. 
Teacher competencies are measured according 
to three aspects: behaviour, capability and 
beliefs. The instrument can be used in schools 
to initiate a process of reflection amongst 
beginning teachers and to adapt the induction 
programme to the needs of each beginning 
teacher. 
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Regarding the evaluation of beginning teachers competences, there are many relevant contributions. There are 
concerns for developing an elaborate set of generic competences for beginning teachers (Streifer and Iwanicki, 
1985; Eltis & Turney, 1992; Reynolds, 1992; Preston and Kennedy, 1995; Khamis, 1995; Kemp et al., 2000; Struyf 
et al., 2011). The identification and determination of novice teacher competences are thus crucial in teacher 
education and development. Wing-mui et al. (1996) offer three arguments in this sense. First, teacher certification 
groups are using competence as an indicator. Secondly, teacher education institutes are planning their programmes 
which aim to maximize teacher competence. Thirdly, teacher educators are using teacher competence to reflect 
various stages of teacher development. 
Our research is part of the “MODECOMP” research project; our main objectives are: developing and 
implementing certain research tools that would help to identify the difficulties faced by beginning teachers in 
teaching; elaborating the operational model for the development of professional competences in beginning teachers; 
organizing and carrying out the pedagogical experiment; comparing the results obtained by beginning teachers in 
initial assessment and final assessment tests in order to determine the influence of progress factors. In this paper, we 
will present the design of the experimental research regarding the development of methodological competences in 
beginning teachers. 
2. Research the development of methodological competences in beginning teachers 
2.1. Objectives and hypotheses 
Objectives 
The main objective of this study is to identify the impact of the operational model structured on a unitary 
content articulated with certain types of activities and educational intervention strategies has upon the development 
of methodological competences in beginning teachers.  
Hypotheses 
The first hypothesis:  
Using the operational model structured on a unitary content articulated with certain types of activities and 
educational intervention strategies contributes to the development of methodological competences in beginning 
teachers. 
The second hypothesis:  
There are significant differences regarding the level of impact that the operational model based on the 
development of methodological competences in beginning teachers, depending on experience and professional 
environment. 
 
2.2. Description of concepts and variables 
The main concept of professional competence of beginning teachers has been elaborated into seven main 
categories: cognitive and metacognitive, methodological, communication and relationship, student assessment, 
psycho-social, technical and technological, career management. The methodological competences are divided into 
five domains: the functionality of the educational process (FEP); the design of the curriculum (DC); operating with 
the finalities of education (FE); using teaching strategies (TS) and the teaching activity design (TAD). Each domain 
is represented by a number of items dealing with the development level of methodological competences. 
The dependent variable is represented by the categories of methodological competence of beginning teachers, 
while the independent variables are the following: the experience (one year/ two years/ three years) and the 
professional environment (urban/ rural). 
 
2.3. Subjects  
103 beginning teachers from primary and secondary schools from Romania were involved in this study. The 
research group is structured according to two dependent variables: according to experience, there are 32 beginning 
teachers with 1 year of experience, 36 with 2 years, 35 with 3 years and, according to professional environment, 35 
of them teach in the urban environment and 68 in the rural environment. 
 
 2.4. Methodology  
In order to identify the impact of the operational model on the development of methodological competences of 
beginning teachers, the psycho-pedagogical experiment was used.  
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The instrument adopted in the present study for the initial and final evaluation is mainly based on the 
“Evaluation of Beginning Teachers Competencies” - E.B.C. that has been pre-tested and validated on beginning 
teachers in a previous research (Dumitriu et al., 2009). The items have been chosen with reference to the national 
context and modifications have been based on other research studies on beginning teacher development (Preston and 
Kennedy, 1995; Wing-mui et al., 1996) and competence evaluation of beginning teachers (Streifer and Iwanicki, 
1985; Eltis & Turney, 1992; Wood, 1999; Kemp et al., 2000; Struyf et al., 2011). The instrument contains 105 
items, 15 for each of the seven categories of professional competences and 3 for each of the domains at the level of 
methodological competences. Each evaluative item in the instrument is based on a rating scale of 1 to 5, with 1 
indicating a very low level of competence and 5 indicating a very high level of competence, 3 being the satisfactory 
level of competence. 
 
2.5. Procedure 
The beginning teachers were asked to complete the evaluative instrument twice, before and after taking part in 
the experimental programme based on the application of the operational model (EP), in the period June 2010 – July 
2011. 
 
2.5. Data presentation and Analysis 
The first hypothesis has been confirmed because the use of the operational model structured on on a unitary 
content articulated with certain types of activities and educational intervention strategies contributed to the 
development of methodological competences in beginning teachers. 
Descriptive analysis of the data in the Pre-EP and Post-EP (Table 2) evaluations indicate major differences 
regarding the level of methodological competences development.   
 
Table 2. The statistical indicators for the main categories of methodological competences before (Pre-EP) and after 
(Post-EP) the participation of beginning teachers in the experimental programme 
 
No. 
 
Do-
mains 
 
Items 
Mean S.D. 
Pre-
EP 
Post-
EP 
Pre-
EP 
Post-
EP 
1 FEP I combine the activities from school with those outside the 
school. 
2,15 4,21 0,759 0,824 
2 FEP I ensure the intellectual and moral, aesthetic, physical, 
technological development of students. 
2,39 4,58 0,689 0,569 
3 FEP I meet all the requirements of a successful lesson. 2,23 4,42 0,660 0,603 
4 DC I choose the adequate type of curriculum for my class. 2,17 4,29 0,658 0,651 
5 DC I select the curriculum documents to the needs of students. 2,32 4,43 0,645 0,722 
6 DC I teach the subject content in various ways: monodisciplinary, 
interdisciplinary, transdisciplinary, modular, integrated. 
2,20 4,29 0,759 0,709 
7 FE I select the general and specific competences from the syllabi. 2,44 4,54 0,652 0,697 
8 FE I establish the goal of the lesson beginning with the didactic 
project. 
2,45 4,59 0,668 0,550 
9 FE I formulate the operational objectives of the lesson. 2,52 4,72 0,654 0,493 
10 TS I apply various and attractive teaching-learning methods. 2,53 4,68 0,639 0,546 
11 TS I use different teaching instruments. 2,55 4,72 0,555 0,493 
12 TS During the lesson I work with all students, in groups and 
individually. 
2,43 4,52 0,604 0,575 
13 TAD I realize the annual and quarterly design. 2,77 4,89 0,528 0,310 
I realize the design of the learning units. 2,81 4,91 0,466 0,284 
I realize the project of each lesson. 2,36 4,44 0,639 0,871 
14 TAD I elaborate the didactics projects depending on the type of 
lesson. 
2,29 4,41 0,695 0,890 
15 TAD When I carry out activities outside the school, I plan and 
design them in advance. 
2,29 4,44 0,681 0,681 
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The second hypothesis has been partial confirmed, because there are significant differences only at the level of 
certain categories from the domain of methodological competences due to the operational model implementation, 
depending on experience and professional environment. Depending on the professional experience, there are 
significant differences at the level of three domains. The ANOVA One-Way results show that there are major 
differences between groups, when it comes to the next domains of methodological competences: 
x the functionality of the educational process: [F (2, 102) = 3,098, p < 0,05] for the category combining the 
forms of education and [F (2, 102) = 3,554, p < 0,05] for the category compliance with the exigencies of 
didactic principles. Descriptive analysis of the data for the category combining the forms of education 
indicate that the beginning teachers with 2 years of experience obtain higher means in the Post-EP (4,47), as 
opposed to those with one year (4,00) and 3 years (4,14). Also, the analysis of the results for the category 
compliance with the exigencies of didactic principles demonstrate that the beginning teachers with 2 years 
(4,53) and 3 years of experience (4,51) obtained higher means in the Post-EP, as compared to those with one 
year (4,19). 
x operating with the finalities of education: [F (2, 102) = 3,756, p < 0,05] for the category the selection of the 
general and specific competences. Descriptive analysis of the data for the category combining the forms of 
education indicate that the beginning teachers with 2 years (4,72) and 3 years of experience (4,60) obtained 
higher means in the Post-EP, as compared to those with one year (4,28). 
x the teaching activity design: [F (2, 102) = 5,841, p < 0,05] for the category elaboration of the learning units 
design. Descriptive analysis of the data for the category combining the forms of education indicate that the 
beginning teachers with 2 years (5,00) and 3 years of experience (4,94) obtained higher means in the Post-
EP, as compared to those with one year (4,78). 
In terms of professional environment, there are significant differences at the level of one domain. Test T results 
show that there are major differences between groups, when it comes to the teaching activity design. At the level of 
the category elaboration of the learning units design, the beginning teachers from the urban environment (5,00)  
obtained higher scores than those from the rural environment (4,87): [t(101) = 2,288, p < 0,05]. At the level of the 
category elaboration of the lesson plan, the beginning teachers from the rural environment obtained higher scores 
(4,59) than those from the urban environment (4,14): [t(101) = -2,522, p < 0,05]. 
3. Conclusions 
The results of our research have led to relevant conclusions regarding the development of methodological 
competences in beginning teachers, the participation of beginning teachers in the experimental programme. The first 
conclusion consists in the fact that the beginning teachers registered major changes at the level of all categories of 
domains regarding the development of methodological competences due to the impact of the experimental 
programme. The second conclusion of the study is related to the influence of certain variables from the experimental 
programme upon the development of methodological competences in beginning teachers. One of the important 
variable is the professional experience of beginning teachers, in the sense that those with 2 years and 3 years of 
experience registered changes greater than those who have taught for only one year in terms of compliance with the 
exigencies of didactic principles, the selection of the general and specific competences from the syllabi, the 
elaboration of the learning units design. Another important variable is the environment in which the beginning 
teachers teach. We conclude that there are major changes in the final stage of the experimental research. Therefore, 
regarding the elaboration of the learning units design, the beginning teachers from the urban environment obtained 
higher scores than those from the rural environment, while at the level of the elaboration of the lesson plan, the 
beginning teachers from the rural environment obtained higher scores than those from the urban environment. The 
conclusions of the study allow us to better observe the changes that we can achieve in developing the 
methodological competences of beginning teachers by means of the operational model. 
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